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ABSTRACT

Fostering Prosocial Bgshavior in Preschool Children through
Teach, Student, and Parent Involvement. Siegel, Wendi F.,
1880: Practicum Report, Nova University, Ed. D. Program in
Early and Middle Childhood. Descriptors: Preachool
Education/Prosocial Behavior/Parent Involvement/Aggression

This practicum was designed to increase the prococial
behavior of aggressive preschool children. The goal was to
improve the behavior of children found to be undersocialized
by conducting remedial sessions with individual children, by
raising the consciousness of their parents, and by
encouraging their teachers to utilize methods to promote
social skille in the classroom.

Through classroom observation and teacher inventories, the
writer gathered information to identify a target group of
children who were not demonstirating age—-appropriate,
acceptable, 8ocial behavior in the scheool. Further, a
q-sort of parental values indiceted that the parents of
these children held somewhat different priorities for their
children’'s school erpericnze than the teachers and the
parents of adequately socialized children of the same age.

At the ~utset, all teachers received materials which
included suggestions to foster prosocial behavior in their

classes. During the solution strategy, the parents of the
children in the target group spent some time each week with
their children in the school. Also at that time, parents
received information on deve lopmentally appropriate
practices relating to social skills and the priorities
parents set for their children. The children attended three

individua!l sessions with the writer in which they learned
about and analymed prosocial soluticns to everyday problems.
In order to assess the stated objectives of the solution
Btrategy, at the end of the implementation period, children
in the target group were observed again in their classrooms
and rated once more by their teachers. Parents were asked
to complete the school priorities g-sort a second time.

The dissemination of information tec parents and teachera had

beneficial outcomes. Teachers and staff became interested
and began networking among themselves to effectuate changes
in the affective activities of their students. In subtle
wavys the social climate in some classroons improved,

suggesting that the individual sessions with children in the
target group may have realized some results. A calmer, more
cooperative atmosphere prevailed, Many parents indicated
that they had reordered their priorities for their children.
Most became interested in the information made available to
them which opened channels of communication between them and
the w@chool which did not previously exist. Because =all
parties involved expressed a favorable response to the
experience, there is every indication that continuad

application of the sasolution strategy will have lasting
effects.

Lr
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CHAPTER I: INTRODUCTION
THE WORK SETTING

The setting in which this practicum took place ia a
private school situated in & suburban community in the

southeastern United States.

By area standardws, the operation is a large one. N
is licensed by the county child care agency for
slightly more than 400 children. Indoor space totals
14,000 square feet. The licensing agency has
Jurisdiction over schools which serve children under
five years of age. The school, however, also serves
children above that age. The capacity formula usecd by
this licensing agency allows for more children than
can truthfully be accommodated without compromising
quality. Ideally, the schoo!l in question would
operate optimally with a capacity of about 275. The
school administration is very cognizant of this
discrepancy and abides by the smaller, idesal capaocity
figure. Presently, the school has an enrollment of

200 full-time equivalent students.

The physical layout includes twelve self-contained
classroom areas, an infant center, an art rocm, a
separate lunchroom, and nn after—-school recreation
area. This configuration eliminates the need for more

than one group of children to occupy any one area.



Such a situation, cuts down on noise and distraction.
The building is modern, well-1it, and colorfully
decorated. Fach classroom depicts the character and
teaching style of the instructor. Teachers are
invited to personalize their classrooma within the

framework of appropriate room design.

A large, spacious playground boasts a wooden play
structure;, a playvhouse, and a canopied picnic table.
Ad jacent to that are two tennis courts, two
racquetball courts., and a volleyball court bordered by
a large, open field for sporis. Additionally, there

is a separate infant/toddler playground.
THE COMMUNITY

The school 18 located in an executive office park and
is situated in direct proximity to other executive
complexes. A sizeable percentage of students are
enrolled whose parents work in the area, but do not
live nearby. Conversely, there are several
residential areas within one to three miles which
gerve as an additional market. The reputation and

quality of the school draws an additional number of

students from an even wider radius.

The school serves children of all ages. The infant

center cares for children from Bsix weeks old. A

{0



transitional toddler group spans mixteen months

through twenty four monthe. The nursery school groups
children into two levels - those two by September 1
and those three by September 1. Entry into

pre-kindergarten is restricted to those children who
are four by September 1. The kindergarten deadline is
extended to students who turn five by December 1 who
demonastrate developmental maturity. Presently, the

school provides primary grades through third.

A profile of the families served would span
gspcio~ecornomic class. Arproximately 40% might fall
into the upper—-middle cless, 50% are middle class,
while 10% fall below middle class and are eligible for
reduced rates. The school receives subsidies for
these families either through Title XX (income
eligibled, the Jobs Program {Beta, Proiject
Independence, WIN), or HRS (at-risk cliente). To add
further dimension to this profile, it is useful to
look at family structure. The percentage of
two-income families approximates 70%; 15% are married

with just one income and the remaining 15% are single

parenta.



STAFF PROFILE

The staff consists of twenty six employees, twelve of
whom are not only degreed but also experienced
teachers. Six others are childcare assistants who ara
Joined by five late afternocon employees who are either
high school seniors or college students with an
interest in pursuing careers in education. The
remaining three staff members are the educational
director, the administrator, and an administrative

assistant.

All staff is required to complete inservice/continuing
education courses. The specific reguirements of the
school exceed county guidelines on this issue. Staff

meetings are held regularly and teachers are provided

planning time. A plethora of resources is available
to all staff. Current information ims readily
disseminated on an ongoing basis, An operations

handbook exists to standardize both goals and
policies. Staff and parents alike receive

documentation from this source.

The school has been accredited by NAEYC - the National
Association for the Fducation of the Young Child ~ and
ourrently seshs further acoreditation by the

Association of Independent Schoola, the Counc:il! of



Independent Schoole and its kindergarten affiliate as
well. The educational director aspires to be a viable
force in the child caresearly childhood education
community. It is the administration’s intent to
provide a quality service to the community in all
aspects pertinent to the young child. An sctive
rarent Teacher Organization exists and an informal

parent advisory board meets with administration

fraquently.

ROLE OF THE WRITER

The writer is a partner in the business and serves as

educational director. This i1s a broad-based title
which encompasses many duties. The writer generates
scheool philosophy = an eveolving process which

incorporates the needs of the community with
developmentally appropriate practices. Further,
ongoing curriculum development is in the job
description — including adopiion of new core
materials, acquisition of supplies, purchesing, and so
forth. The writer administrates the educational
staff. Thias involves teacher observations, ataff
meetings, conducting informal child study sessions,
staff development, mentoring, and any other task that

ensures that the staff is fulfilling its obligation to



the children enrolled in the school and carrying forith
school goals and philosophy. Complementary to that
role is the important job of interacti.ng with parents.
In some cases, i1t is necessary for the director to
play an intermediary role between parents and
teachers. At other times, parants merely reqguire
assurance of their effectiveness or they seck
experienced, yet informal advice on various and sundry
issues. In this age of fraigmented femilies, the
absence of extended families, and geographic
transience, often the school is the only constant
factor, not only for the students, but for their
parents as well. A skilled school director must be

sensitive to this iscsue.

In addition to dealing with staff and parents, in the

capacity of principal, the writer adopts a hands—-orn
approach to interacting with the children — the most
important resource. First and foremost, i the
writer's commitment to know esvery child by name. Hugs

and stories are the mainsiay, followed by large doses
of praise for achievements of any kind. For some
children, however, this is not enough. Rather than
assuning the role of a disciplinarian who metes out
punishments for infractions, the writer works with

ohildren who face difficult transitions into school or
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within their school experience. Behavior modification
programs are designed for children who demonstrate
aggressive, negative, or withdrawn behaviors. In the
role of principal, the writer attempts to keep open
channels of communication with parents. A strong
partnership between parents and school is an essential
factor not only in behavior management, but also in

the quest for learning.



CHAPTER 11: STUDY OF THE PROBLEM
PROBLEM DESCRIPTION

A certain group of students in this school setting
demonstrated a need for improvement in proscocial,
interactional skills, "...the cooperating, sharing,
supportive aoctions whioh ohildren direct at one
another” (Cline, 1878, p.3>. Within this group, a
disproportionate number of aggressive acts were being
committed. The definition of aggression in this
context was not merely confined to frequent incidences
of unprovoked hostility and selfishness, but also to
those inappropriate,; sometimes verbal, often physical
responses to even the most innocuous overiures of

others.

Consequently, this group, in most instances, did not
demonstrate age—appropriate social competence.

Many of the children were unable to share. Thiws
refusal to share extended not only to their own
possessions, but also to the toys and equipment
available within the schoel and teo sharing as the
attention of other students and adults. Parallel to
this, many of the children additionally were
congistently unwilling to take turns with other

children. They were rooted firmly in their demands



for instant gratification. This group of children
usually had little regard either for personal property
or that of others; they exhibited a pervasive

"consumable” attitude towards all things encountered.

Yhen observed during snack or lunch time, these
children were among those who seemesd to be in a hurry
to 2at their food and anxicus to be excused from the
table. Often, meals were left mostly uneaten. They
rarely exercised good table manners such as properly
using utensils, eating with their mouths closed, or
wiping their hands and faces without constant
reminders from the staff. The eating habits of this
group were characterized by haste and impatience.
These traites seemed to be interwoven throughout all

aspects of their daily behavior.

On the average, these children did not demonstrate
spontaneous prosocial actis. It was infrequent that
such a child approached any other child in a mutually
rewarding manner. Rather, interactions eventually
become manipulative and one—sided. These children
were generally not sensitive to the emotional needs of
others nor were they empathetic of aothers. In fact, a
high frequency of defensive behaviors was observed.
Blame wams swiftly levied against others and remorse

wag rare.
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Although each of these indicators of low wmsocial
competence was not present in each child, nor did all
of them exhibit each to the same degree, nonetheless a

profile was emerging.

The presence of such inappropriate social skills often
fomters an inability for a child to funotion
acoceptably in group activities. In & schoo!l setting,
as in society, success is measured by the degree to
which a person handles himself in the company of
others. This group characteristically had a shorter
attention span than its counterparts of similar
chronological age. Thus, midway through a lesson or
other structured group activity, these children had
begun to lose intereat and to create distractions and
disturbances. More often than not, such a child was
unwilling to join the group at all. The shortness of
attention span, the high desire for instant
gratification, together with a high level of
non-compl iance, created a situation in which thece
children were failing to developmentally acquire goo0d
listening skills. Whereas, at the same time, their
classmates were learning to listen and to problem

solve — skills which are indisputably critical.

To be categorimzed within this group of students whose

behaviors were being analy=zed, it was evident that a

185
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child would have & high incidence of the
above-mentioned characteristics. If such were the
case, not only would the teacher have obmserved this,
but most likely it would have come to the attention of
other staff and administration also. More than
likely, too, parent conferences with the teacher and
administration would have been held. From these
parent meetings, another characteristic common to the
children emerged. In one way or another, parents of
this type of child appeared to demonstrate an
inability to deal with their offspring. This inability
manifested itself in a variety of ways. Often parents
of fered the school staff little support. Some felt
that school behaviors were school problems. ODthers
were simply unwilling to deal with the problem and to
openly admit their inability to effect a change in
their child’'s behavior. Interestingly, hardly any
refused to admit that their children were as difficult
to manage at home as they were at school. More often
than not, these parents had little or no participation
in their child’'s school experience. Usually, it was
an issue of avoidance. For others, time constraints
made an all too easy excuse. They would rush through
the driveway for a.m. drop oft and then wait
impatiently at the p.m. pickup area. Unlike public
school where parents often do not approach the school

1

&
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grounds, these parente had the opporturity to be at
the school twice each day. Still other parents
refused to give up their time. They had set other

priorities for themselves.

Another group of parents egqually unable to deal
effectively with their children did make efforts to
work with their children; yvet they pracoticed a sort of
band-aid surgery. They meted out punishment when
necessary or offered rewarads for singular good deeds
rather than providing a solid framework Tor ongoing,
good behavior. Most notably, perseverance and
long—term consistency were lacking. Children are

keenly perceptive of such parental shortcomings.

Aggressive and competitive personality characteristics
are sometimes demonstrated by ccrtain parents. 0Often
actions, gestures, thought processes, and personality
traite which are admirable or, at least, acceptable in
adulits can be regarded as precociocous and even
unacceptable Iin children. Yet, some parents
consciously or unconsciously make an effort to create
adult—like conversations and relationships with their
children . Similarly, there are children who grow up
with prolonged exposure to experiences that underscore
competition, self-indulgence, and aggression. Using
discretion and social pleasantries to exact a desired

x’]}
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outcome ias far too complex a strategy for young minds.
They only see parents getting what they want and doing
what they please —~ the nuances go unrecognized.
Unknowingly, therefore, parents with little knowledge
of effective parenting and appropriate practices can
very possibly send the wrong messages to their

children.

Another situation exists when parents expose their
children to background anger. In some cases, there is
anger evident within the family unit or extensions
thereof. QOccasionally, neighborhood situations create
background anger. More pervasive , however, is the
anger proliferated by violent TV shows, video

presentations, and movies.

In the school setting 1n guestion, it had be=n
obaserved that teachers did not always structure group
activities in a way that fostered spontaneous
prosocial responses. Classroom clarification of
acceptable standards of sportsmanship and manners were
often overlooked. Children who did not meet these
standards were not sufficiently remediated as they
would have begen 1f they had not met academic
standards. Preconceived notions tended to lead staff

away from the right track. Many teachers

2
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unnecessarily oreated competitive situations within

their classroomns.

Children who tend to act aggressively are prone to
generate feeslings of frustration when faced with
competition. This frustration begete further
aggreasion. By this time, the teacher has
manufactured a vicious oyole. Again, consistencoy in
expectations is of paramount importance. O0f equal
importance is a little forethought in the planning of
small group activities to eliminate incidents of anger
and aggrecssion before they happen. By not preparing
for the worst case scenarios of these children,

teachers can often exascerbate the ongoing problem.

The problem described most certainly affected the
children in guestion. They were continually in a
struggle with themselves, their peers, teachers and
parents alike. Yet, perhaps, the other children 1in
the wschool setting were the most affected. Their
social and learning environments were often
interrupted. A friendly, ocutgoing child eager to p.ay
with his classmates easily learns that the child who
is not as well-tempered can upset the balance in the
classroom or the playground. Thig sends a variety of
messages to this cohild. It teaches him that eaoh of

us has a different personality make up — & healthy
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lesson to learn. However, it also teaches him
negative lessons about group dynamics. In some cases,
school and play experiences which are meant to be
happy ones, become unpleasant memories for the child
who witnesses the outbursts of an aggressive child.
When a child frequently demonstrates inappropriate,
aggressive social remsponses in a group situation, it
exposes all the other children to background anger
which ; in turn, may well affect their responses.
Also, it is evident that parents and teachers are
affected by this probklem, Some queation their
parenting and teaching skills and, as can be expected,
they look for the opportunity to place the onus of
responsibility elsewhere. For parents and teachers
alike, the presence of such a child can be a trying,
stressful experience. Continued attempts to either
circumvent or eliminate opportunities {or aggressive
resconsesc eventually become burdensome or they fail

causing adults to feel powerless and 1nadequate.

There are many reasons why the problem had not been
solved. Suffice it to say that the time constraints
and priorities of both parents and teachers prohibited
truly open channels of communication between the two.
Yet, 1t was i1mportant that there be a commocn

philosophy between the home and the school with
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reference to educational success, moral development,
and behavior management so that a level of consistency
could be maintained. Up to this time, no bona fide
effort had been made to strive for this goal. Parents
and teachers had not formally worked together to set
their priorities, to clarify their values, and to
manage their time for the common purpose of fostering
prosocial behavior in these children. Behavior charis
and other systems of reward and/cr punishment were not
effective because teachers and parents had not

espoused a more holistic approach to the problem.

Briefly stated, some of children in the school setting
regularly demnonstrated a lack of age—appropriate
prosocial skills, while at the same time, they
exhibited inappropriate, aggressive behaviors. With
regard to this same group of children, parents and
teachers appesared either had difficulty dealing with
or may actually have contributed to these

inappropriate behaviors.

PROBLEM DOCUMENTATION

As in any school situation, certain children astood out
as aggressive by nature not only to their teaschers,
but to students and other observers as well. In order

to more formally identify the children whose

. ®.
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aggressive behaviors were most disturbing to the
learning environment within the school from the
teachers’ points—of-view, a two-fold gquestionnaire was
presented to all classroom teachers (mee Appendix A).
Each teacher completed a profile on each child in the
class which contained ten prosocial attributes. The
teacher was required to respond whether the child
exhibited these attributes always, usually,
frequently, sometimes, or never. The second part of
the guestionnaire surveyed the teacher's ascessment of
the degree to which the parenti(s) participated in the
child’s school experience. When these profiles were
completed, each teacher was given an additional survey
(see Appendix BD). This survey asked them to identify
five children who were not in their clams who, in

their opinion, displayed inappropriate aggressive

behaviora.

These two suwurveys indicated that the children who
showed the least display of prosocial attributes from
their own wLeacher’s perspectlive often showed up on the
lists of other teachers. From this, it was concluded
that the inappropriate behaviors perceived by the
clamssroom teachers were not imsolated incidences, but
rather emerging profiles. Usually, too, the parent

factor segment of the survey indicated less than total

o
oy
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school involvement on the part of the parents of suoch

children.

In order to assess this from an administrative point
of view, another survey was used to observe any lack
of social competence. Adapted from a study by

: Hendricks in 1872 (Kohak, 1881Y, every child in each
class was observed for six mecond intervals (see
Appendix C). The observer started at the top of the
class list and went thrcugh it forty times rating each
child in cne of three categories each tima he was
ocbserved. The child was either rated as socially
inactive — playing or sitting alone; socially active -
talking, sharing, playing with others; or aggressive -
shout ing, demanding, or harmful to others. This
format allowed short episodes of anti—-social
expressions to either go unrecordea or recorded just
one time. An average was created for each child with
regard to each category. The percentage results in
the aggressive category were ranked school-wide Iin
descending order by student (see Appendix D). As
could be expected, many of the same names were

appear ing near the top of this list.

A values ciarification survey {(created by Marilyn
Segal of Nova University) was conducted with the

parents of ten children who were categorized as
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agigressive by the above rules-of-thumb, the parents of
the ten children whose percentage of aggressive
interactions on the survey adapted from Hendricks were
the lowest by school-wide ranking, and all of the
classroom teachers (see Appendix E & F). This survey
measured parents’ and teachers’ priorities for their
children and summarized them inte sSix areas: process
goals, cooperation, obedience, success, competition,
and ethical values. The responees were coded to give
a value in each of the six arecas to assess the
priority given to each of these concepts (see Appendix
F). The responses from parents whose children tended
to exhibit aggressive behaviors differed from those
whose children had age-appropriate prosocial
behaviors. The average scores in the areas of
competition, success, and obedience were higher for
the first group and the remaining three categoriecs
revealed lower averages. Further, the average scores
for t} second group more closely ressembled the staff
averages than the first group (see table 1>. This
suggests that the children who were acting in an
aggressive fashion may, in effect; have been receiving

contradicting signals between the home and the school.

Evidence that this problem existed was gathered from

the classroom teachers, other teachers,

s’} land
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administration, and parents. By identifying these
children from at least four peraspectives, one could be
reasonably certain that the inappropriate behaviors,
and therefore the problems, did eximst. The
information gathering instruments uvsed also cast light

on some of the causes of the problem.

CAUSATIVE ANALYSIS

It is8 certainly not sufficient to say that this
pervasive problem is caused by a changing society in
which the nuclear family has undergone immeasurable
stresses and strains which threaten its very fibre.
Nevertheless, it is the guintessential starting point
for a detailed analysis of the causes of the problem

at hand.

Child-rearing practices have undergone radical changes
in the last generation. The influences of the
BixXtiecs, characterized by the challenge of

establ ishment and authority, followed by the
self-interest of the seventies and cighties have
affected group dynamics in general and family dynamics
in particular. The communal feelings of the sixties
may have given rise to the gquestioning of authority in
a radical fashion, yet people cared about each other

and were sensitive to the needs of othsrs. The

(&
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succeeding decades brought to bear & sense of
selfishness wherein personal gratification superceded
all other aspects of social morality. The "me decade”
- the seventies, was followed by a materialistio
"disposable decade”™ — the eighties. Therefore, a new
definition of “family” is emerging. As adults seek to
adapt to everchanging life styles, it is difficult for
them to convey secure, confident values to their
children. Pecople of all ages are affected by
influences which did not exist for previous

generations.

Parents today feel pressure from their peers to raise
accomplished children (Elder, 1888>. A competitive
life-mstyle ensues. Ra*her than providing their
children with the unencumbered childhoods of tre baby
boomers, this generation is raising type A tots — kids
who are fast—paced, competitive, and aggressive.
(Elder). They are deprived of the pure learning that
18 derived from play. This generation of parents hms
not only set higher standards for its children, but
also it is experiencing anxiety concerning the art of
parenting. A factor, in part, 1s the lack of extended
families. Parents have no parenting models available
to them to assuage their fears of ineptitude. So.,

overtaxed, frustrated children left in the wake of our

20
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changing society are much more frequently

demonstrating overall come unusually aggressive

behaviors.

Parenting is not a thoughtless task. Those who give
1t no thought usually do their children wore harm than
good. Perhaps, in their busy lives, parents have
allowed their children to lose sight of the golden
rule. Many parents have not examined their values or
their priorities as they relate to parenting. In
society, there is no doubt that success, competition,
and conformity {(obedience) are essential values for
upward mobility. Yet these same values can easily
spell doom for a young child. It is necessary for
parents to understand that a productive citizen can
only espouse those success-oriented values after
having internalized a moral code with which to temper
them. Our society has become fast—paced. In order to
achieve career goals people must invest a lot of time
in their work. On the other hand, due to economic
conditions, many people not on the corporate ladder
find themselves obligated to put in lots of hours at
work simply to meet their cbligations. Parents who
spend the best part of their day in this type of
stressful environment are likely sapped of strength

and enthusiasm at just the hour that they are reunited

30
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with their families. Rather than dinner time and
evening time being set aside for quality interactions,
often that time of day becomes the "bewitching hour”
when all parties involved are tired and oranky. The
streas of the workday” workweek takes its toll by

diminishing a parent’'s nurturing capacity.

Some parents have little or no knowledge of effective
parenting techniques. They are unaware of
developmentally appropriate practices and are ignorant
of the characteristics of the developmental stages
children pass through. As such, they are unable to
formulate proper expectations for their children.
Without these, the parent can unknowingly frustrate
the child or become frustrated themselves thereby
model ing; or otherwise reinforcing, inappropriate

behaviors that can thwart social development.

Social learning theorists underscore the intensity of
learning that is derived from modeling the behavior of
significant others. Children’'s social learning is,
therefore, a function of the role models in their
lives. These models can be adults or children — real
or fictitious. Children who show a lack of social
competence may never have had social skills
demonstrated - or modeled — to them. More likely,

however, these children are modeling behaviors that
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are not prosocial. They mey be witness to background
anger in the home or neighborhood which reinforces

inappropriate behaviors.

A great many parents exercise very little censorship
upon their children’'s television and movie viewing or
upon the length of time spent in these activities.
The proliferation of violence in the media is a force
with which to be reckoned. It is guite conceivable
that a child whose behavior is difficult to manage
will not be limited in television or video view:ng
because it gives the parents a respite from dealing
with the child’'s vehaviors. Excessive exposure to
media with anti—-social themes has its effects on

behavior.

Unfortunately, too often, children who establish a
pattern of behaviors have difficulty breaking out of
the mold that has been cast for them. Aggressive
children are reacted to negatively by adults and peers
which only serves to create a self—-fulfilling
prophecy. The negative attention reinforces the

aggressive behaviors,

Another way the problem regenerates itself is that in
a mschool situation, it becomes all too easy to pacify

an aggressive child, to give in to his demands merely

I ‘\
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to calm a potentially disruptive situation. Since
other children’s learning and enjoyment are being

Jeopardized, a quick negotiation is often deemed more

beneficial than facing the problem head on. Needless
to say, parents resort to this as well. It is
certainly easier to negotiate - and, in & sense, give
in - either at home, or especially in public

surroundings.

Not enough is done in the school situation to work on
teaching and increasing social skills of these

, children. Although feelinge are shared daily in
circle time activities, manners are stressed, and
classroom rules are discussed within the course of the
school day, this takes place on & large group
instructional basis. Readiness/academic skills are
introduced and taught to small groups whose ability
levels are similar. Yet, social skills are not
presented in ths same fashion. It is evident that
some children have a slower rate of development in
terms of social competence; yet, they are not
receiving needs~based instructicon on an on-going
bagis. No preventative measures are in effect.
Furthermore, it appears that the staff is more
concerned with effectuating a change in the students

behaviorally by soliciting parental suppert and by

Q . \gig
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creating elaborate reward systems than giving
consideration to restructuring the environment to
eliminate frustration and competition and, hence, the

need for aggressive responses.

Altogether too many parents have little cor no
involvement with the school!. The ensuing result is
that the children perceive no integraticn of school
and home: no common link exists for them. Without
this link, & common reaction on the part of a child is
that one has no bearing on the other and school is
accorded little significance. The child who believes
that his parent has no regard for the school considers
the school a stopping off point while mom and/or dad
is at work and of no consequence. With this attitud ,
the child will more than likely take on other
inappropriate behaviors as well, On the other hand,
with proper communication and support between the
school and the family, children place a higher value

on their presence in school and a higher regard for

themselves and the people therein.

RELATIONSHIP OF THE PROBLEM TO THE LITERATURE

Dealing with aggremssion as it relates to young

children is often perplexing to adults. 0On one hand

ERIC 34
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it is a natural! emotion that is inherent to the social
development process (Gray, 1881). It is "..the common
response when one’'s physical or psychological space is
threatened” (Gray, p.2). Yet, on the other hand, the

rights of other children in a group setting must be

respected when the aggressive responses of one hurt

the others (Feeney, 1888).

It is necessary to briefly state that there are
certainly biological factors in the existence of
aggressive behaviors in young children. Every
organism has its individual set of chemical responses
to both internal and external stimuli which creates a
perceptual framework that is entirely different from
any other organism. Hence, no two people have the
same reactions. Rather, these different reactions
form a continuum from acceptable to inappropriate.
Not only deo people have anatomical individuality, but
further, multiple influences from within the organism
and from the environment create many different
pathways for social development <(Skolnick, 1886).
Aggressive behavior is influenced by society, family,

as well as individual endowment according to Gray

cigsil.

The experiences which a child encounters mold his

social development. Commissions or omissions on the
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part of parents, in particular, are the major
contributors to the social being that emerges. "The
family is the primary and most fundamental influence

in the preschooler’'s development” (Grotberg, 1877,

p.102.

Social learning theorists place much emphasis on the
intensity of behavior that is learned by model ing.
Field and Vega-Lahr (1886) suggest that aggressive
children may very well be model ing Type A behaviors of
their parents — specifically aggression and
competitiveness. Cummings (1887) supposed that
children modeled inappropriate behaviors that were
exhibited in their environment. Examples of this would
be anger between parents, neighborhood hoastility,
violence in the media, and even displays of aggression
in school settings. His findings supported the
assumption that exposure to background anger increased
the likelihood that children would perform aggressive
acts. The effects of television viewing on children
has been an issue of debate for many vears, By
Cummings’ theory, violent television shows would be
construed as background anger which children might
model. Stein (1873) reports in her findings that
boys showed a decline in prosocial behavior aftier

watching aggressive films. The boys who watoched
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prosocial programming had low aggresmssion scores.
Stein'as findings for the female populatieon of the

study were not significant.

Erikson defines social development ”"...as the process
of social interaction between the child and his
parents. .. (Skolnick, 1888, p. 82 ). Without
positive parental direction, the child is unable to
successfully manesuver through these stages and
develops inappropriate social skills. The child may
perceive the world as hostile or rejecting and remain
in & constant state of anxiety thereby exhibiting
aggressive, impulsive activity. (Gray) The influences
of the family upon socialization is not a new concept.

In Contrat Social, Jean Jacques Rousseau postulates

that the natural society is, in fact, the family

(Koback, 188B1i>.

Socially acceptable behavior is likely to be
demonstrated when a child is happy and comfortable.
Children who display generally negative emotions will
most likely not act in a prosocial manner. Denham
(1888) states that moods and general temperament are
important indicators of social competence. Further,
preschoolers are self-centered and not ready to
incorporate social rules. At this point 1n

development, perspective taking is not present (Cline,
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i878> . Neither 18 the consideration of intention.

The young child can not take inteo consideration that
something happened unintentionally, by acecident.
According to Kohlberg ( stated i1n Skolnick, 18882, the
young child has a concrete concepit of moral reasoning

and demands “an eye for an eye’ regardless.

Elardo (188B0) suggests that many adulis find
themselves parents, yet they have not clarified their
own social values. These conflicts become
increaaingly more apparent as they try to make sound
childrearing judgments. These children will have a
difficult time achieving wsocial competence 1f their
parents social values have yet to emerge. Overly
permissive parents and those who are =@specially
regtrictive teach their children to rely on the use of
power — aggresstion — to reach their geoals (Kim and
Stevens, 1887, It is 1mportant that parents be
congruent i1n their childrearing attitudes lest the
children’'s social development be affected by this lack
of agreement. Sparks (1884) studied thirty
preschoolers and found that those with the lowest
prosocial behaviors had mothers who had a high need to

control and fathers who were less i1nvolved in
childrearing. The results of another study make a

statement on the role of the father in childrearing.



Roke (1880) studied parents affection and discipline
techniques as it related to cooperativeness in their
children. The findings showed that there was no
significance based on the mothers’ technigques; but,
that father's discipline related positiely to their
daughters’ cooperation but negatively to their mons’ .
Interestingly, the sons’' cooperation was positively
related to affection on the part of the father.
Parental values often foster aggressive tendencies
when children are admonished for not fighting back or
demanding one’'s rightful share. Parents who view the
world as a hostile place consider these attributes

necessary for their own and their children’s survival

(Cline, 1879).

Eisenberg and Lennon (1887) suggest that prosocial

behavior begets prosocial behavior and the converse as

well., They found that children are leas apt tc react
prosocially to another child who expresses need, if
the need is anger. Happy children elicit happy

responses from their peers.

Teachers very often negatively reinforce aggressive

behavior by calling attention to it. Slaby and
Crowley (1877) hypothesized that cooperation and
aggressilion were mutually exclusive terms and therefore

were incompatible. By ignoring aggressive behaviors

34Y
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and attending to cooperative behaviore they found that
cooperative behaviors could i1ncrease. They go on to
say that 1t is more difficult to identify cocoperative
behavior becausme it Bso often goes unnoticed while
aggressive behaviors are louder and more recognizablse.
Also, in naturalistic gettings, aggression does not
receive ae much sttention. [t 1w further noted 1n tha
literature that young children who do not attend =a
group care setting are more likely to demonstrate
cooperation and concern for others — prosocial

sk, :8. An important finding by Schenk and Grusak
{1887) was that children with day care experience
showed less concern for the needs of others,
empecially adultes - which was tested in the study.

The reason suggested was that busy teachers and
equally busy working parents do little to encourage

the children to respond prosocially to others.

Q 7?@




CHAPTER 111: ANTICIPATED OUTCOMES AND EVALUATION

INSTRUMENTS
STATEMENT OF GOALS

It was hoped that through implementation of this
practicum incidences of aggressive behavior in the
school setting could be reduced. The writer
anticipated that the students in guestion would
display prosccial behaviors more often, their parents
would evaluate and clarify their values a3 they relate
to childrearing, and the parents would also
demonstrate an interest in their child’ s school

experience.

SPECIFIC OBJECTIVES

At the end of the twelve week period, the students 1in
the target group were observed again under the same
ronditions (msee Appendix C). The following goals were
projected for the practicum. The percentage of
aggressive regponses would decrease by ten points.
Additionally, the percentage of prosocial responses

would correspondingly increase by ten points,

Clussroom teachers completed a second student
evaluation questionnaire for these children (sce

Appendix A). Teachers were instructed to make their

11
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responses based on the twelve week period only. It
was projected that the prosocial score of each child

would increase by at least .5 over the previous score.

It was further anticipated that parents of these
children would visit the school either to talk to the
teacher or to spend time with their child in the
parent—child rescourve ruum at least twelve times
during implementation. Parents completed the values
g-sort again at the end of the twelve week period (see
Appendix E). It was projected that scores in the
areas of competition, obedience, and success would

each decrease by at leamst three points (see Appendix

FJ.

ANALYSIS OF RESULTS

Teacher responses to each item cn the prosoccial
student guestionnaire (see Appendix A) were assigned a
numeric value based on the degree to which the child
exhibited that particular attribute. %When each
questionnaire was completed, the individual attribute
values were calculated to arrive at an average
prosocial score for each child. A frequency chart was
made to tabulate teacher responses to the additiconal
survey (see Appendix B). The numeric value assigned to

each child from this freguenoy chart was then
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subtracted from the average prosocial smcore. The
resulting scores were ranked from lowest to highest
(see Appendix G). The students with the ten lowest

sScores became part of the target group.

Scores on the administrator’'s survey (see Appendix DD
for 2ach student yielded a percentage of prosocial
responses, & percentage of inactive responses, and a
percentage of aggressive responses which togsther
equaled 100%. Scores in the aggressive response
category only were ranked from highest percentage to
lowest (see Appendix D). The students with the ten
highest aggreessive scores were compared with those
with the ten lowesy. prosocial scores on the teacher's
prosocial guestionnaire. Students whose names
appeared on either or both of these lists became part

cof the target group.

The teacher’s prosocial guestionnaire and the
administrator’'s observation were administered at the
end of the twelve week i1implementation period to
evaluate the solution strategy. At that time, scores
were compiled in much the same way, but the purposse
was to compare scores of individual students with

their c prior scores.
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The values clarification survey was initially given to
all teachers and to the parents of the students in the
target group. as described above, and the parents of
the ten students who had the lowest aggressive scores
on the administrator'’'s observation. For each group a
mean score was calculated in each of the six areas 1)
competition, 2) obedience, 3) success, 4) processing,
5) cooperation, B2 sthical values and the categlories
were ranked to show a values profile for each of the
three grcups. At the end of implementation, the
parents of the children in the target group were asked
to complete this survey again and an adjusted profile
was created for that group. Individual as well as
group praofiles were analyzed for the direction and

degiree of change over thes implementation period.
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CHAPTER 1V: SOLUTIGN STRATEGY

SOLUTIONS IN THE LITERATURE

Both adult-child and child-child dynamics have an
impasct on prosocial development. In naturalistic
settings, it is difficult to anticipate how other
children are going to react or respond to any child.
Certainly, though, it should be possible to pomitively
configure the aduli~child factror. Kim and Stevens
(iE€87) implore teachers and parents to become social
planners,; to arrange the environment for prosocial
development, to emphasize collaboration instead of
competitinn, to introduce strategies to solve
conflictis, especially to model kindness and altruism,
and to reinforce positive msocial skills. They go on
to state that parents must demand mature, considerate,
and helpful behaviors and provide opportunities for
their children to use them. Children are more apt to
be socially responsible if their parents reguire it
end show outrage at acts of aggression, inductively
reasoning what the best course of action should have
been. Children whose emcotional needz are met in a
nurturing, stable environment are more likely o
exhibit prosocial behavicr (Hoffman, Strayver, cited in

Denham, 1887).



38

Brown and Ellioctt ( cited in Slaby and Crowley, 1877
D> were able to reduce some acts of aggression by
rewarding all positive attempis at cooperation and
ignoring the negative. Ir. their own study, Slaby and
Crowley found that nmerely a statement acknowledging
that a child used cooperative rather than aggressive
speech was enough reinforcement to increase the
occurences of coopersative speech, rewards or prsise
were not necessary. Unfortunately they found that
teachers found it easier to attend to verbally
aggressive speech than cooperative speech. Habits die
hard. Prosocial interactions can also be initisted by
encouraging children to help others (Eisenberg,
Pasternack, Cameron,;, Tryon, 1884>. Sharing involves
the loss of an object, whereas helping does not. So,
ohildren who won't act prosocially and share may very
well help when asked — another prosocial skill. An
increase in prosocial behaviors in heretofore
unsosiable children was effectuated after pairing
social children with their antisocial counterparts for
thirty minutes a day for twenty days (Koch, cited in
Ropnarine and Honig, 1885). Furman, Rahe, and Hartup
(1878) paired children with younger children, those of
the same age, and used a control group without
pairing. Their findings were that agigressive ohildren

morae often dior layvyed socially acceptable behaviors

16
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when paired with younger children. Eisenberg-Berg and
Neal (187Y8) tried to stimulate moral reasoning by

asking children to explain their prosocial behaviors.

[t is important that parents of young children be
cognizant of the growth and development
characteristics at each age (Feeney,1888). This will
lessen the chance that expectations might be
unrealistic, which can affect the social development
of the child. Elardo (1880) strongly commends that
parents and child care staff build a united approach
to childrearing 20 as to eliminate conflicts that
might arise from differing values. He also strongly

urges parents to clarify their own values.

In the classroom it is essential to make prosocial
development part of the curriculum (Roopnarine and
Honig, 1885>. Teachers should become sensitive to
group dynamics and peer group acceptance. Chilaren
who are rejected by the group “englage in more verbal
and physical aggression” (Roopnarine and Honig, p.
B812. It is a teacher’'s responsibility to redirect the
dynamics that creste this rejection. Teachers should
work with families to esncourage cooperation and social
skills in their children. Teachers and parents alike
.need reminders to model warmth, concern, and

cooperation. Unpopular children or those who are less
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socially competent can benefit from puppetry, role
playing, and books in small group situation. Hendrick
(1872) recommends that teachers spend some time at the
beginning of each day in & one—on—-one situation with
the aggressive child to circumvent inappropriate
behaviors. A well-planned physical layout in the
clamsroom can also enhance prosocial behaviors as can

properly planned daily activities (Grayd.

Zahavi and Asher (19875) present a2 solution that was
most adaptable to this practicum. Their findings
that aggressive children benefit from individual
instruction with regard to socialization concur with
that of Hendrick. Zahavi and Asher sought to examine
the effect of verbal instruction on aggressive
behavior. They postulated that since research
indicates that the parents of prosocial children are
most likely more verbal in that they rationalize and
discuss sociability with their children, it is
possible cthat this verbalization increases the
resistance on the part orf the child to commit
aggressive acts. By observing all the children in a
preschool, they identified eight children to be
aggressive. These children were individually taught
that aggression hurts others and doesn’'t solve

problems. They were given positive ways to deal with

18
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situations. This transpired in one ten minute sesaion
with the classroom teacher. A follow-up observation
at a later date provided evidence that the
instructional period had & lasting effect.

SOLUTION SELECTED

Having already adapted Zahavi and Asher’'s observation

method as a2 means of identifying aggressive children

e

in the school setting in the problem documentation
section of this practicum, the writer adapted their
individual instruction concept in the solution phase.
Being familiar with the target group children, the
writer reasonably doubted that just one session of
prosocial instruction would have lasting effects.
Therefore, each child received instruction three times
during the implementation period. The instruction
involved showing each child photopictures of children
who were either behaving prosocially or aggressively.
The instructor attempted to elicit responses from the
child that would indicate that the aggressive children
in the pictures are unhappy and others do not like
their behavior while the prosocial children are happy,
their teachers and parents are proud of them, and the
other children like them. The children were asked
whiich pictures they preferred and to state how each

picture made them feel. To conclude, the instructor

19
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explained to each ochild that inappropriate behaviors

hurt others and do not solve problems.

At the outset of implementation, parents and teachers
of the children in the target group received
information that relates to fostering prosocial

behaviers in children. For both groups, the emphacis
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positively to prosocial acte. Teachers received
information culled from the writer’'s research on
classrcom management and intervention of aggressive
behaviora. Emphasis was on minimizing competitive and
frustrating activities. Parents of children in the
target group received information on age—appropriate

practices and childrearing techniques.

Parents of children in the target group were invited
to make weekly viasits to the school to speak with the
teacher and to spend time in the parent—child rescurce
room which was created with this purpose in mind.

This room is equipped with housekeeping toys in one
corner, an area for puz=zles, & music corner, and a
library area. Here parents could spend time with
their children in the school setting. Parents were
encouraged to play with their child in any of the
center areas. No more than three parent-ohild groups

could use the room at any ons time. Use of the room
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was not limited to parents whose children were in the
target group. No observations or avalusations were made

except that parentes vere askel to keep reccrd of their

attendances.

By providing children, parents, and teachers with
strategies to minimize aggressive acts and to
consciously foster moocial competence, it was expected

that the stated objectives would be met during the

implementation period.

~
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CHAPTER V

RESULTS, DISCUSSION AND RECOMMENDAT IONS

Teachers in the work setting often lamented the
presence of aggressive children in their classrooms.
These children were not only identified by their

clagssroom teachers, but the administration and other

staf{ memberas as well.

Both parental and school factors contributed to this
problem. Some parents had not formulated or clarified
their values as they re .ated to childrearing, thereby
sending inappropriate messages to their children. As
a result, in some situations, aggresaive, competitive,
and otherwise inappropriate behaviors were being
modeled to these children. Fregquently, parents showed
little interest in their child’s school experience.
Further, 1t had been observed that all too often,
teachers did not structure group activities in a way
that fostered spontaneous pro-social responses.
Classroom clarification of rules and manners were
often overlooked. More importantly children who did
not meet acceptable mocial standards were not
sufficiently remediated as they would have been if

they did not meet readiness or academic standards.

ol
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In an attempt to remedy this situation, a three-fold
sitrategy was employved. The aim of the solution
strategy was to actively involve the parents and the
teachers as well as the children in a process of
change. Ten children in the school who were
identified as particularly aggressive and who did not
demonstrate age—appropriate social skills were the

target group.

At the conclusion of the implementation period, the
children In the target group were observed by the
administrator under the same conrnditions as they were
observed prior to the cutset of the solution strategy,
using the Zahavi and Asher (1875) method described 1n
the problem documentation section in Chapter 1! of
this paper. It was anticipated that each child’'s
percentage of observed aggressive responses would
decrease by ten percent and that the number of social
responses onbserved would increase by ten percent.
Although results did not overwhelmingly validate this
objective, there was evidence of some positive change
(see Table 1). Only three ocut of ten children 1n the
target group were observed to have both decreased the
incidence of aggressive activity and 1ncreased the
frequency of social activity 1n the school setting as

stated in the objectives of the soclution strategy.
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The stated objectives were partially met in two other
cases wherein a decrease in aggressive behavior was
shown; yet, there was no significant change in the
frequency of social acte committed. Iin a further
demonstration of partially met objectives, three
children demonstrated an increase in social activity
with either neo change or an increage 1n the amount of
aggresgglive activity. Two children, however, realized
no observable improvement over the initisl
observation, but rather demonstrated even more

aggre~ -ive acts and less socially acceptable ones than
before.

COMPARISON OF ADMINISTRATOR’'S UBSERVATION RESULTS
BETWEEN PRE- AND POST-IMPLEMENTATION APPLICATIONS

S Decreage {ncrease No ? Increase Decrease No
aggression aggression change ! social goclal  Change
(10% or more) ' (10% or more)

!

i X - - i - - X
!

2. x - ~ H - - X
i

3. ~ x - ? X - -
!

4. X - - i X - -
!

5. - - X ¥ X - -
H

8. - X - ! - X ~
H

7. - X - ? - X -
!

8. X - - ! X - -
i

8. x - - § X - -
!

10. - - x ? % - -
¥

{Table 1?2

fupr
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Secondly, classroom teaschers reevaluated the social
behavior of the children in the target group by
completing the student evaluation guestionnaire (see
Appendix A) based solely upon each child’'s behavior
during the twelve week implementation period. The
ok jective was that the prosocial score that this
questionnaire yielded would increase at least .5 over
the original score based on observations of the
children’s behaviors prior to the implementation
period. Table 2 reveals significant increases in the
prosocial scores of seven out of the ten children,
with six meeting tnhe specific criterion of

improvement.

COMPARISON OF RESULTS OF PROSOCIAL PROFILE
BETWEEN PRE- AND POST—IMPLEMENTATION APPLICATIONS

Subject Pre-test Post-test Change Objective met
i, 2.8 3.5 .8 s
2. 1.6 2.0 .4 -
3. 1.85 2.5 .85 b
4. i.7 1.3 -.4 -
5. 1.7 2.8 1.1 x
8. 1.85 1.5 ~.38 -
7. 1.85 1.4 ~.45 -
8. 1.88 3.1 1.26 %
8. 1.85 3.0 1.05 X
10. 2.3 3.3 1.0 X
{Table 2

After the last of the twelve weekly visits the parents
in the target group made to the school, they were

asked to complete the Values Clarification Q-sort (see

and
a5
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Appendix E) once again. It was suggested that their
responses might differ from the ones they made twelve
wveeks before. The scores of the ten respondents in
each of the six values area were averaged. It was
these averages from the pre—test and the post-test
that were compared (see Table 3). The objective was
that there would be a decrease of at least three
pointa in the areas of competition, obedience, anAd

success.
COMPARISON OF THE AVERAGE RESULTS OF THE VALUES
CLARIFICATION Q—-SORT: PRE- AND POST- IMPLEMENTATION
APPLICATIONS

N=10

Values area Pre-test Post-test Amount Objective met
of change

#Competition i2.10 10.80 -1.30 no

Processing 12.50 13.80 +1.10 n‘a

x0bedience 17.80 14.30 ~-3.50 yes

#Success 17.80 15.10 -2.40 no

Cooparation 13.10 15.40 +2.30 n/a

Ethical Values i8.10 18.70 +1.860 n/a
(Table I

These results profiled the remponses of the parents of
the target group children both prior to and
immediately after implementation of the solution
strategy. The objectives therein were only partially
met 1n that there was an overall decrease in the value
placed on obedience without corresponding decreases in

competition and success in school as had been

g
ap
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supposed. It should be noted that of the ten
participants in the target group, individually, four
actually did show decreases that exceeded three points

in cach of the three values area.

CONCLUSIONS

Although short of fully meeting its objectives,; this
practicum had many positive outcomes. The
dissemination of 1information to teachers and to
parents alone had beneficial effects. Staff members
began networking among themselves in regard toc the
importance of including formal uni'‘s on sc rial
development in their long-range planning as well as
remediation for children whose skills are not
appropriate. Many suggestions presented by the writer
as well as some from staff members were immediately
put into effect. Ouert attempts to change their focus
from the disruptive child to the prosocial child were
sustained over the entire implementation period and
thereafter. A substantive outgrowth of this
networking was the formation of a committee at the
suggestion of the staff itself to create & school~-wide
policy which spells out minimum standards of
acceptable behavior. This statement will incluce
reference to age—appropriate social development. I+

wae conceilved as a tool which parents and staff can

¥
2
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use to maintain a sense of conristency between the
home and school environment. It should also be noted
that the staff waws qu.te emphatic that this statement

will also contain age—appropriate consequences for

unacceptable behaviors.

Parents of children in the target group were not given
any indication that their invitation to spend time in
school with their child was extended because their
children behaved aggressively. They were, however,
cordially and personally invited to be among the first
to make use of the school’'s newly created Parents/Child
Resource Room. Most were guite flattered by the
invitation. All of the parents in the group found the
first presentation of the Q-mort guite interesting.
Many indicated by informal comments that their values
were; in fact, 1n a state of flux. In addition te the
time smpent with their children 1n the school, all were
quite diligent in picking up the handouts that were
periodically made available to them. The writer tried
to make herself available and it was not uncommon for
these parents to make reference to the reading
material or to report on their activities in the
Resource Room. Several impromptu parenting discussions
took place. When the Q-sort was readministered, the

parents generally welcomed it. They were anxious to
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see their results to compare themselves to the average
parent and the average teacher scores. Many prided
themselves on a better understanding of the task the
second time. Yet, perhaps it can be concluded that
they actually had a better understanding of their own
values at that time.

The first two objeotives in this study projected that
each child or parent in the target group would
demonstrate a stated level of change from the pre—test
evaluations. In neither case did every child or
parent realize the projected goals. However, seven
out of ten children demonstrated the desired gain in
social competence in at least one of the two
objectives (see table 4). Two of those children met

both objectives.

ANALYSIS OF RESULTS OF OBJECTIVES 1 AND 2 COMBINED

SUBJECT OBJECTIVE ONE MET OBJECTIVE TWO MET
1 NO YES
2 NO NO
3 NO YES
4 YES NO
5 NO YES
8 NO NO
7 NO NO
8 YES YES
8 YES YES
10 NG YES
(TABLE 4>

The purpose for using two different instruments to

determine the target group was valid. Input from both

?5"6?
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teachers and the administrator helped maintain a
degree of objectivity. However, it might have been
sufficient to include just one of these evaluations in

the statement of objectives.

There is considerable evidence that the individual
sessions aimed at remediating social skills together
with the opportunities for parsnt-child interactions
within the school had an effect cn the children in the
target group. The children had the occasion to
positively relate to the administrator, whereas their
previous encounters with her might have been in
disciplinary situations. As a result of the
implementation period, many of the children
demonstrated by word and deed a special attachment to
her. The children also enjoyed their parents’ visits
to the school. Many spoke positively about these
visits to their peers as well as their teachers. It
18 not quite as easy to find clues to support the

notion that either the efforts of the administrator to

- educate the staff in prosocial technigues or the

efforts of the teachers themselves in that direction

had, in fact, any impact on the children. Such

results can only be implied.

The three children who showed ro measurable change are

considered the most diffioult behavior problems in the

60
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school. From the perspective of the administration
and the teaching staff, there is little in the way of
consistently effective parenting being exercised. The
schoo!l receives no bona fide support in its effortis
from these three sets of parentas. There is no
hostility, but rather, a regular lack of meaningful
discipline, decisiveness, and consistency. Although
thes= parents did participate in the program, their
needs were much greater than the scope of this

particular solution strategy.

The solution implemented herein was patterned after a
study by Zahavi and Asher in which they found that
aggressive children do benefit from instructions in
socialization. The findings in the present study
indicate that such instruction does have a lasting
effect. A previous study by Hendrick demonstrated
similar results. Zahavi and Asher also suggest that
1t i the verbalization during these instruction
pericds that increases the likelihood that the child
will resist future aggressive acts. They support this
notion with research that indicates that prosocial
children have parents who are verbal and hence discuss
sociability with their children. This writer has
drawn somewhat different conclusions. Firstly, rather

than attributing the success of the remediation on the

]
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actual content — that which was discussed, perhaps the
Buccess lies in the positive, individual attention the
child received. Secondly, the contention that parents
who are very verbal with their children are apt to
have prosocial children might have validity. Yet,
with regard to the present target group, the converase
to thet theory can be refuted. The converse would
suppose that the socially aggressive children whose
parents are verbal with them will be more apt to
improve their social skills given the opportunity.
Nevertheless, the children who showed the least
improvement during the implementation of the solution
are those whose parents are considerably more verbal
with them as compared to the remaining members of ¢the

target group.

Positive results and significant feelings of goodwill
among the children, the teachers, and the parents were
senerated by this project. Subtle differences have
been observed in the social climate in some of the
classrooms 1n the school. They have taken on a calmer
demeanor. Outbursts that have heretc osre been freguent
have bee.n reduced. Some of the childre:r in the target
group have already had additional individual sessions
either with the administrator or their own teachers.

A few of the teachers have used the technique with
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other children whom they consider to be socially
needy, aas well. The administrator has begun to
conduct the individual sessionz in lieu of other
positive discipline technigues. Also, information
that had been provided to the parents of the children
in the target group is now being made available to

other parents on an as—needed basis.
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RECOMMENDAT IONS

An area for further =tudy would be to create specific
affective objectives which would bring about prosocial
behaviors in a dovelopmental sequence. Paralliel to
that would be & different list of affectirve objectives
which would eliminate aggressive behaviors. Once
these objectives have been formulated, it would then
be necessary to suggest a variety of activities

through which these objectives could be met.

The writer believes that the remediation strateglies
such as those used with the undersocialized children
in this practicum could be presented to all children
as part of a pro—-social curriculum. There is
certainly a need for appropriate materials to

implement such a curriculum.

As important ass it is to support on—going efforts to
solves the problem of undersocialized, aggressive
children, it is egually important to seek out ways to
educate and support their parents. Although many
parents are aware that their children are not behaving
prosocially, many are not aware how far from the norm
that behavior deviates. Most have feelings of
helplessness and some are in a state of denial. They

are, perhaps, more needy than their children.
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Programs to raise the consciousness and therefore the
effectivencss of these parents are vital to the

overall scoclution.

This practicum has only touched the surface of the
problem. Yet, it has experienced positive results.
This indicates that any efforts made to amelimrate
such a pervasive problem can be fruitful. It suggests
that small steps in the right direction can be
beneficial to all concerned. It further suggests that
not without forethought and planning, but with minimal
effort, schools can embark on a mimssion to promote the

socialization of all its students.
DISSEMINATION

The writer intends to share the strategies used in
this practicum with colleagues in the field by
presenting it at workshops and by submitting the
document for publication cither in its entirety or in
a less formal, revised format. The szhool intends to
promote the program as a unigue amenity in its
marketing camgaignz. Ac much, it is in this manner
that area educators may likely become curious about
this practicum. This is not to say that the school

will seek to attract undersocialized ohildren, but
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rather that it seeks to place & strong emphasis on

pro—social behavior.

ERIC H6
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APPENDIX A: PROSOCIAL PROFILE .

g3
DEAR STAFF:
BELO® YOU WILL FIND A SHORT BEHAVIORAL PROFILE THAT SHOULD
BE COMPLETED FOR EACH CHILD IN YOUR CLASS. PLEASE REFER TO
THE KEY BELQOW AND CHECK THE APPROPRIATE BOX FOR EACH OF THE
BEHAVIORAL DESCRIPTORS LISTED.

THANK YOU
STUDENT EVALUATION

i. Ie friendly and outgoing ! ? g ? ] ?

2. Follows directions appropriately ! H i ! ! !
3. Joina in group activities ! ! ! i H i

4. Shares toys with friends ! ! ! ! H H

— et e OOV ot - — T8 TN Mk o O (o ot S et i s it

5. Helpe other students ! ! H H H !

Snm . - e T T G — - M At T e et i —

m

Plays sociably with others ! t ¢ ! H H

e it e e S T S - — A Se s it A dmie ave e e e

Treats others kindly $ $ { H ! !

S k. . . e P o ot T ATOE O i s iy T

~]

8. Ia patient and waits his turn ' ! ! § ! !

et A - . e d—— . ot o — M - ——— —

d. Appears happy and content ! ! ! ¢ ! !

e s A —— —— A — ———— O ——— ot —

i0. Speaks kindly to others ! ! ! ! H !

. — s B —— s - — — T o o . P

A = ALWAYS

U = USUALLY

F = FREQUENTLY
8 = SOMETIMES
N = NEVER

PARENT FACTORS: <(ANSWER YES OR NO - YOU MAY ADD COMMENTS)
1. RESPONDS TO REQUESTS SENT ON PROGRESS REPORTS

2. INITIATES COMMUNICATION WITH TEACHER

W

HAS MET TEACHER AND HAS VISITED CLALSROOM

SHOWS AFFECTION FOR CHILD IN YOUR PRESENCE

ATTENDS SCHOOL FUNCTIONS OR CONVEYS REGRETS

o &~

DISPLAYS ANXIETY WITH REGARD TO CHILD

LN |

ASKS FOR PARENTING ADVICE

40]

APPEARS SECURE IN PARENTING ROLE

8. INDICATES THAT QUALITY TIME IS SPENT WITH CHILD

10. IS CHALLENGING, HOSTILE, OR DIFFICULT TO
DEAL WITH
CHILD 'S NAME
TEACHER
72




APPENDIX B: ADDITIONAL SURVEY -

AFTER YOU HAVE COMPLETED A QUESTIONNAIRE ON EACH CHILD IN
YOUR CLASS, PLEASE LIST BELOW FIVE (5> CHILDREN WHO ARE NQT
IN YOUR CLASS WHO DG NOT DISPLAY PRO-SOCIAL SKILLS
APPROPRIATE FOR THEIR ACE. THESE CHILDREN WILL MOST LIKELY:

BE OVERLY AGGRESSIVE PHYSICALLY

HAVE SHORT ATTENTION SPANS

DISPLAY INAPPROPRIATE, OVERLY PHYSICAL RESPONSES TO THE
TRANSGRESSIONS OF QOTHERS

BE UNWILLING TO SHARE

BE UNABLE TO WAIT THEIR TURN

HAVE BELOW AVERAGE RESPECT FOR PROPERTY

HAVE POOR LISTENING SKILLS

DEMONSTRATE A HIGH LEVEL OF NON-COMPLIANCE

INCLUDE ONLY THE NAMES OF CHILDREN WHOM YOU HAVE OBSERVED IN
THIS MANNER, DO NOT RESPOND FROM HERESAY. YOUR RESPONSES
WILL BE TABULATED WITH THOSE OF OTHER STAFF MEMBERS. THIS
SHOULD RESULT IN A GROUP OF CHILDREN WITH #WHOM WE WILL BE
WORKING THIS YEAR TO FOSTER MORE PRO-SOCIAL SKILLS. FPLEASE
CONSIDER YQUR RECOMMENDATIONS SERIOUSLY.
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ADMINISTRATOR'S OBSERVATION
SCORE CALCULATION Ti

CLASS

STUDENT '8 OF AGG SCORES
(NUMBER?> (DIVIDED BY 40>

# OF SOCIAL SCORES! # OF INACTIVE SCORES
(DIVIDED BY 40> (DIVIDED BY 40>
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APPENDIX D: RANKING OF ADMINISTRATOR'S QOBRSERVATION

STUDENT RANKING BY PERCENTACE 0OF AGCRESSIVE SCORES

10 HIGHEST SCORES IN DESCENDING ORDER

10.
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APPENDIX E: VALUES CLARIFICATION SURVEY

File: OSORT =
Page 1

Report: A

NUMBER DESCRIPTION

- e aas VA M G M 4S5 i dan A e e

o — o e

1 I WANT MY CHILD TO BE HELPFUL AND CONSIDERATE

2 I WANT MY CHILD TO GET ALONG ®¥ELL ¥ITH OTHER CHILDREN

3 I WANT MY CHILD TO ACHIEVE AT OR ABOVE GRADE LEVEL

4 ] ¥ANT MY CHILD TO BE AN INDEPENDENT LEARNER

5 I WANT MY CHILD TO HAVE GOOD COMMUNICATION SKILLS

8 I ¥ANT MY CHILD TO GET GOOD GRADES IN SCHOOL

7 I WANT MY CHILD TO FIGHT HIS/HER DWN BATTLES

8 I WANT MY CHILD TO BE COMPETITIVE

8 I WANT MY CHILD TO BE ABLE TO DEFEND HIM/HERSELF

10 I ®ANT MY CHILD TO BE A GOOD STUDENT

11 I WANT MY CHILD TO MAKE FRIENDS ®¥ITH CULTURALLY DIFFERENT CHILDREN
12 I WANT MY CHILD TO BE AGGRESSIVE

13 I WANT MY CRILD TO BE IMAGINATIVE

i4 I WANT MY CHILD TO GO TO COLLEGE

id I WANT MY CHILD TO LISTEN TO THEIR ELDERS

16 I WANT MY CHILD TO FIGHT FOR HIS/HER RIGHTS

17 I WANT MY CHILD TO BE OBEDIENT

i8 I WANT MY CHILD TO HAVE THE CAPACITY TO LOVE AND CARE FOR OTHERS
i8 I ¥ANT MY CHILD TO SHARE

20 I WANT MY CHILD TO HAVE A GOOD SENSE OF VALUES

21 I WANT MY CHILD TO HAVE A GOOD FOUNDATION IN READING AND MATH
22 I WANT MY CHILD TO BE A GOOD PROBLEM SOLVER

23 | WANT MY CHILD TO BE TRUTHFUL

24 I WANT MY CHILD TO HAVE A CODE OF ETHICS

25 I ¥ANT MY CHILD TO BE CURIQUS

2B I WANT MY CHILD TO RECOGNIZE THAT HIS/HER FARENTS ARE THE BOSS
27 I WANT MY CHILD TO DO WHAT HE 1S TOLD

28 I WANT MY CHILD TO LISTEN TO THE TEACHER

28 I WANT MY CHILD TO HAVE A SENSE OF RIGHT AND WRONG

30 I ®ANT MY CHILD TO BE RESPONSIBLE



APPENDIX F: VALUES CLARIFICATION RECAP SHEET 773

1. DIVIDE THE STACK INTO THREE ¢3) PILES WITH TEN (10> CARDS PER PILE.
THE RIGHT-HAND PILE INDICATES VALUES YOU HOLD MOST STRONGLY FOR YOUR
CHILD. THE CENTER PILE INDICAT.S THOSE VALUES WHICH ARE SECOND 1IN
IMPORTANCE. THE LLEFT-HAND_PILE WILL INDICATE THE VALUES WH'CH ARE
THIRD_IN IMPORTANCE.
2. FROM THE RIGHT-HAND PILE, PULL OUT THREEL VALUES TO WHICH YDU GIVE
PRIORITY AND PUT THOSE THREE TO YOUR EXTREME RIGHT. FROM THE
LEFT-HAND_PILE, PULL OUT_THREE _VALUES TO WHICH YOU GIVE THE LOWEST
PRIORITY AND PUT THESE THREE TQ YOUR EXTREME LEFT.

THERE SHOULD NOW BE FIVE (5) PILES. THE PILE ON THE EXTREME RIGHT HAS
THREE (3) CARDS, THE NEXT PILE HAS SEVEN (7), THE MIDDLE PILE HAS TEN
(10>, THE NEXT PILE HAS SEVEN (7), AND THE EXTREME LEFT PILE HAS THREE
(3.

3. EACH PILE IS ASSIGNED A NUMBER - STARTING ON THE LEFT. ALL CARDS
IN THE EXTREME LEFT PILE ARE ASSIGNED THE NUMBER 1; THE NEXT PILE -2
THE NEXT PILE - 3; NEXT PILE 4; AND THE EXTREME RIGHT PILE -5.

4. USE THE FOLLOWING CHART TO RECORD THE SCORE FOR EACH VALUE YOU HAVE

SORTED.
LOWEST HIGHEST
PILE #1 PILE 82 PILE 83 PILE #4 PILE %5

5. AFTER LISTING THE CARDS ON THE ABOVE CHART, PROCEED TO SCORE THEM
ON THE CHART BELOW: EXAMPLE: IF CARD #4 WAS PLACED IN PILE #3, PUT A
3 NEXT TO THE 4 UNDER PROCESSING GDALS ETC. AFTER LISTING ALL THE
NUMBERS, TOTAL EACH COLUMN.,

PROCZSS GOALS! COOPERATION! OBEDIENCE! SUCCESS ! COMPETITION! ETHICAL

! ! !IN SCHOOL ¢ ! VALUES
! i i ! !

4~ 1i- 115 - 13- V7 - 120~

5~ 12- $17~ I8~ 18- 123-

13- 11— 128- 110~ 18- 124~

22— 118~ 27— t14- 112~ 128~

25~ 118~ 128- 121 18- 130

; ; s i '
TOTAL s ! ' ; g

! i ! ! !

ER&C NAME (NUMBERD 7§§




APPENDIX G: RANKING OF TEACHERS' PROSOCIAL SCORES 74

TEACHERS'® PROSOCIAL SURVEY
SCHOOL-WIDE RANKING OF SCORES

10.

30
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TABLE 1: VALUES CLARIFICATION SCORES

lowest possible score per category -

highest poesible score per category — 273
STAFF
competition 10,2
obedience 11.8
school success 14.1
process goals 16.8
cooperation 17.7
ethical values 18.3

GROUP 1

competition
process goals
cooperation
school success
obedience
ethical values

GROUP

competition
obedience
cooperation
school success
ethical values
process goals

PARENTS (AGGRESSIVE CHILDREN?D

12.1
12.5
13.1
17.5
17.8
18.1

2 PARENTS

8.8
10.1
14.3
17.2
18.6
21.4

(SOCIAL CHILDREND



